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LEADERSHIP IN SCHOOL-BASED DEVELOPMENi‘

Introduction

The challenge of achieving educational excellence in schools is compounded by the
complex task of increasing the pedagogical expertise of teachers while simultaneously increasing
their capacity for new roles in site-based decision making and the exercise of leadership in schools.
These new capacities of expanded leadership and increased pedagogical expertise increasingly find
root in the staff development opportunities that are provided for teachers—in other words, staff
development opportunities for professional growth in teaching and school roles beyond their
classroom. . o ' - .
The needs for increased pedagogical expertise and shared leadefship in schools arise from
the current context of increased scrutiny of school quality and concern for the educational .
achievement of students. As schools respond to public accountability demands for the outcomes of
student learning, school staffs are coming together around innovations and development plans
which provide them with the greatest opportunity to improve student learning in an increasingly

competitive environment.

~ This paper examines one particular staff development initiative, the Northwest Initiative for
Teaching and Learning (NWIFTL), and the leadership actions which support and sustain the
individual school development projects. The Northwest Initiative for Teaching and Learning is a
parmership of four Seattle area public school districts, two universities, the State offices of the
Superintendent of Public Instruction and Commission on Student Learning, and the Stuart
Foundation. The initiative funds modest staff development projects! in a total of 19 schools across
the four partner school districts. The ‘aims of NWIFTL are two fold, not only providing support to
schools through grants, but also as an ongoing research effort into the relationship between staff
development and improved studerit learning. Each of the projects are required to demonstrate how
teacher collaboration, inquiry, and professional development influence teaching and learning in
concert with implementation of state educational reforms. ' : -
| This study explores the centers of leadership found in these projects. Furthermore, it asks
. whether these projects reflect traditional principal leadership, or whether they represent a new
opportunities for others to participate in meaningful direction of professional development in
schools. In addition, this study examines the nature of the leadership provided. In other words,
what supports and resources are made available? | '

1 The projects are funded on an annual basis and schools re-apply each spring. Currendly, 19 .
schools are funded, but the number can change from year to year as schools move in and out of the
partnership.

~
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LEADERSHIP IN SCHOOL-BASED DEVELOPMENT

The specific research questions of the study are:

« What is the source of leadership for initiation, implementation, and ongoing support of
the NWIFTL staff development projects in schools? '

o How do principals express leadership in/for the projects? :

» Are there characteristics of the NWIFTL project activity which encourage teacher
leadership?

 What supports and resources are available to schools for their staff development
projects? . '

e How are supports and resources for the prolect coordinated?

* What roles do teachers hold in the NWIFTL projects?

_ Importantly, this study aims to add toa developmg understanding of the role of leadership
for the purpose of “culture and community building for educational excellence.”” This is a study-
in-progress and, therefore, the discussion represents analysis-in-action and an emerging portrait of
leadership for professional development in the schools who are part of this initiative.

, Leadership in Staff Development
This study draws upon several theoretical viewpoints on school leadership, instructional
leadership roles of principals, and expanded leadership opportunities for teachers. In addition, it is
important to consider the context of reform efforts which “bracket” the activities of educators in
schools when examining an initiative such as this. Each of the relevant perspectives are discussed
in turn for the purpose of grounding the subsequent discussion of the early findings of this study.

Principals and teacher effi
The relationship between principal leadership and the instructional effectiveness of teachers

in classrooms can be approached in a several ways: Principal leadership as expressed through the
. process of teacher supervision (Ham & Oja, 1987; Serglovanm & Starratt, 1993); as a means of
teacher empowerment for their own development (Foster, 1989; Reitzug, 1994, Sergiovanni,
1998); or through the more specific instructional leadership activities of principals in schools
(Smith & Andrews, 1989). The latter perspective holds particular curreéncy for one aspect of this
study in that it addresses the intersection between principal leadership and the focus of this study—
teacher professional development for the purpose of instructional improvement.

~ Smith and Andrews (1989) propose four key roles that principals engage in for
instructional leadership: that of resource provider, instructional resource, communicator, and

2 A theme of the UCEA 1998 convention.



LEADERSHIP IN SCHOOL-BASED DEVELOPMENT

visible presence. These four instructional leadership roles are necessarily evolving in concert with
macro-changes in the context of the schools principals lead. Through these perspectives, One sees
principal instructional leadership as that which supports and highlights effective practice;
encouraging individual critical reflection, but not necessarily coupled with the claim of principal-as-
pedagogical-exemplar. Similar viewpoints on principal’s instructional leadership can be found in
Leithwood, Begley and Cousins (1994), particularly their assertion of principals as “key artisans”
(p. 5) in the school. : - |

Both of these perspectives emphasize the facilitative role of principals in resource provision
and focusing attention on instructional issues whether that be as a “drama coach” in Starratt’s
“dramaturgical” perspective (Starratt, 1993), or in promoting teacher efficacy (Hipp & Bredeson,
1995; Hipp, 1996), i.e. promoting not only effective practice, but the ability to direct one’s own
professional learning. : '

: . les i her Jeadershi

Related to the changes that are occurring in principal roles are new roles for teachers in the
leadership activities of the school. By leadership, 1 mean to include those activities of principals
" and teachers (as well as others) that influence the direction of the school, the formation of its
central aims, and support rendered to the ongoing efforts to achieve those aims. Hall and
Southworth (1987) note that the division of roles between principal and teachers are softening. As
schools become more complex, others besides the principal are needed to assure the ongoing
attention to the aims of the school. Research in this state has found that Washington principals
report that their job is becoming increasingly onerous (Portin, 1998; Williams & Portin, 1997); as
it does, many responsibilities previously held by the principal are being passed on to the teaching
staff. :

This study aims to cast light on who keeps the interests of these specific staff development
| projects central in the attention of the school staff. Particularly, I have been curious to examine the
roles that teachers are assuming in the ongoing initiation, planning, and implementation of their
staff development projects. In other words, have teachers assumed new roles in_school-bésed
leadership as a result of this project?

One way that leadership can be exercised in schools is through the notion of an “idea
champion.”"'I'his is similar to Starratt’s notion of leadership as a “communal articulation of the
vision” (1995, p. 14); a trait he attributes to principal leadership, but could also be applied to
teacher leaders. Particularly, in a transformational context, it might be said that any member of the
" school community can be a force for articulating an idea-a communally-agreed idea of central
direction. '

(L



LEADERSHIP IN SCHOOL-BASED DEVELOPMENT

As schools become more complex Reitzug (1994) calls for empowered schools where, “the
locus of control for the substance of organizational change shifts from the principal to teachers.
This is the type of teacher leadership cited as a “clue” to effective change by Wasley, Hempel, and
Clark (1997); teacher leadership built upon the “professional capital” (Sergiovanni, 1998) of the
school-the reciprocal responsibility of all professionals for school improvement.

Finally, it is increasingly apparent that the boundaries between school-based development
activities and the external policy environment are growing more perméable. Schools often plan for
change at the site level in response to desires to improve their own professional expertise and the
needs of the students in their community. Simultaneously, however, they must attend to the
priorities for reform and improved professional expertise established by school boards, state
boards of education, and through legislation. These attentions arise from a number of contexts for
school reform and each interact with the professional development activities of the school in
differing ways. Male and Merchant (1995) assert that staff development must coordinate these
multiple arenas. For this study, exploring the nature of the decisions that school personal are
making in the arena of competing, almost paradoxical expectations seems a crucial point to
examine.

Methods
. Phase 1 d lecti

Two phases of data collection have occurred to-date. In the first phase, broad survey data
were collected from the project partner schools. The NWIFTL project planning teams3 from each
of the partner schools completed questionnaires at a day-long planning retreat for their school-
based projects. Two forms of the survey data were collected. One questionnaire was, completed
collaboratively by the teams in order to compile general information about the schools’ projects,
other staff development goals for the year, overall participation in the initiative, and linkages
between their NWIFTL project and other staff development efforts in the school. The questionnaire
used a combination of scaled response and brief open response items designed to be completed in
approximately 30 minutes. '

3 The project planning teams from each school at a NWIFTL partner school retreat are typically
comprised of the principal and 3 teachers. Four staff are always invited to the retreats, but the

composition of the actual teams vary in the schools, nor is the principal always an active participant -
in the project planning team. The NWIFTL Partner School Retreat was held on 2.26.98. '
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, A second individual questionnaire was completed by each team member present. In some
cases this included the principal and in others only teachers completed the questionnaire. This
questionnaire identified individual perceptions of leadership in the school around the activities of
staff development, self assessment of their own and others involvement in the NWIFTL study,
perceptions of barriers and enhancing factors to their project, and opportunities provided through
the project to extend leadership capacity in the school.

The majority of respondents returned their questionnaires at the meeting, a few were
returned by mail, or in response to a follow-up postal request. Response rates are indicated in |
Table 1. ' '

Table 1
Questionnaire Response Rates

Questionnaire Form . Number Response Rate

School questionnaires (one per school) 17/19 89%
Individual questionnaires (for each member of 50/60 83%
the school team in attendance at the partmer
meeting) '

Phase 2.d lecti

To better understand the questiohnajre responses, and create an in-depth description of the
activities surrounding leadership of the NWIFTL projects, a second phase of data collection was
designed. The second phase of the study* involves case study research. Two of the partner
schools, one elementary and one secondary, were selected through opportunity sampling for an in-
depth examination of their NWIFIL projects and the role of leadership in staff development. The
schools which agreed to participate, were nominated by the NWIFTL Advisory Board as schools
with active projects underway that were predominant parts of the schools on-going staff
development efforts. In addition, broad involvement from a principal perceived as effective was -
deemed to be useful aspect of the site selection. The case study sites incorporate a combination of
representativeness of the partner schools, and “ideal types” of schools who, through site visitation
and reputation, have active leadership around staff development in the schools.

I recognize the limits of this type of sampling and the potential for interesting lessons to be
learned from the range of schools engaged in this staff development effort. However, the range of

4 This phase is on-going. The elementary casé study was completed in the Spring of 1998, and the
‘secondary case study is scheduled for the 1998-99 academic year.

=~
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involvement in extensive staff development is represented in the survey data. The case study data’
represent the experience of two schools’ perceived as moving forward in staff development. I
believe it important to examine the story of “moving” schools in order to understand how a range .
of schools might marshal resources to enliven their efforts around significant staff development.

Meth

Strategies for data collection (completed in the first case study, planned for the second case
study).included interviews with all key leaders in the NWIFTL projects, the principal (regardless -
of role in the project), and a random sample of teachers. Non-participant observation strategies
were used to gather data about how the staff worked together in staff development activities, the
role of individual staff members, and the professional development culture of the school. Finally,
relevant documents associated with the school’s NWIFTL project and other staff development
activities were collected. Content analysis of interview, open-response questionnaire data (from
phase 1), and documents was conducted using a modified grounded theory approach (Glaser &
Strauss, 1967). Descriptive statistical summaries were prepared for scaled response questionnaire
data using SPSS.

_ Findings
* As noted, this study is on-going. The findings of the study presented here represent
analysis of data from the first phase (survey research) and the elementary case study in the second
phase.

All 17 of the reSpondmg schools mdlcated staff development efforts were underway in their
school beyorid the projects identified as part of their NWIFTL grant. School-based plans were
shaped by a combination of building, district, and state decisions and directives. The largest
category of staff development projects beyond the NWIFTL projects included those associated
with the comprehensive state reforms underway in Washington. As student performance on state '
assessments becomes publicized, schools, and districts are developing focused plans aimed at
' addressmg identified weaknesses indicated on state tests. The content areas of focus cited most
often were mathematics and written language. In addition, technology was indicated as being a
major focus as were issues surrounding full inclusion of students with special educational needs.

The responding schools indicated that their NWIFTL projects were linked to many other
staff development efforts in the school. The form of this linkage was indicated as being in the form

5 One case study was completed during the 1997-98 academic year. The second case study is
planned for the 1998-99 academic year.
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of resources provided (time, consultants, and focus) to the range of staff development activities in
schools. A :
When asked to indicate what supports were available from the school district for the
school’s NWIFTL project, the three most frequently cited supports were release time to work on
the project and the project aims, “encouragement” for the school-based efforts from central
administration, and providing support through coordination and the supply of trainers/expertise
from the central office and in some cases from other schools in the district. Both district schools
and central office were seen as potential and actual sources of suppox’t |

Respondents were asked to indicate what supports from the principal and/or building
resources were provided for the NWIFTL project. Particularly, respondents were to identify those
resources beyond the NWIFTL grant and partner school support activities. Three major categories
emerged with the highest frequency. The most cited support from the building principal was her or
his use of building resources to provide release time for project planning and activities. In the
majority of cases, the principal was at least a part of the planning committee, and three schools
indicated the principal as the primary facilitator of the project. As with district supports,
encouragement from the principal was seen as a primary support. The third category was linked
specifically to financial resources with ten schools indicating the principal allocated other building
funds to the NWIFTL project. In addition, six schools indicated the principal’s expertise in
acquiring other grants was a support to their staff development effort.

The individual questionnaire asked respondents to indicate the degree of mvolvement from
various categories of individuals and groups that interact with the day-to-day life of the school. The
purpose of the question was to find out who is involved and to what degree are they involved in
the school’s NWIFTL project. The mean for each category provided by the 50 respondents to the
individual questionnaire is presented in Table 2 in rank order from “highly involved” to “not

involved.”
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Individual/Group ' Mean

1=not involved; 2=somewhat involved; 3=involved,;
4=highly involved; 5=very highly involved

teaching staff at-large - - 3.96
principal ' 3.66
department heads : 3.45
students ' R 3.41
assistant principal ' 3.40
other building administrators : 3.16
“SLIG” committee 293

(site committees required by state for
oversight of block grant funds for
reform implementation)

school site council ' 2.52
union representatives 2.18
. other 210
classified staff ' 1.88
other parents or community | 1.62

PTSA 1.61

Respondents to the individual quesﬁonnaire were asked in open-ended format to indicate '
~ what they perceived to be enhancing factors to their staff development project. The most often cited
factors were a mixture of person-oriented supports and task oriented resources. The respondents

spoke in various ways about the notion of an “idea champion”, someone who promoted the idea of .

the project and kept it in the forefront of their school considerations. Additionally, the concept of
“critical friends” has been a feature of the NWIFTL training and partner meetings. The respondents
indicated that having reflective colleagues, both in and out of the school, was a support to their
thinking and growth around their project. In terms of task-oriented resources, time was the most
often cited resource. Also the financial and training resources provided by the initiative were seen
as a major category of enhancing factors.

Barriers noted by respondents also fell into the two categories of person-oriented and task-
oriented. Time and a feeling of being “overloaded” were the most often cited. Respondents
indicated that a multiplicity of demands, both internal and external to the school, were hindering
their efforts. In addition, some respondents indicated that it seemed that their site-based efforts
were occasionally superseded by district mandates in compliance with unfolding state education

~

10
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reform (e.g., curricular direction change as a result of district performance on the state
assessments). Several respondents also indicated that a lack of staff cohesion around the central
aims of the project were a barrier to their progress.

A final area of inquiry in the questionnaire asked the respondents to mdlcate their
perceptions of the effect on leadership from the NWIFTL project and where they perceived the
center of leadership support existed. The response means for the four questions associated with
this topic of effect on leadership are presented in Table 3. '

. Mean
(1=strongly agree; 2=agree; 3=undecided: 4=disagree; S=strongly disagree)

Leadership in staff development has been - 1.80

assumed by more staff as a result of the o
- NWIFTL project. '

I have taken a more active leadership role in 1.66
staff development as a result of the :
NWIFTL project.

Other staff development projects (not 2.74
NWIFTL) have encouraged more
leadership in our school.

The principal has provided the most support for 2.76
our NWIFTL project progress.

Major themes from the elementary case study

“The case study phase of this research is on-going through the 1998-99 school year. As a .
result, the following are preliminary findings and are limited to the first case study of an elementary
school. There are three themes that appear predominant from content analysis of the interview
transcripts, observational fieldnotes, and site documents. Each are summarized in turn.

The first major theme encompasses the nature of how the pnncxpal’s leadership interacts
with the professional development culture of the school. The principal’s leadership was
unanimously supported by all of the interviewees in this case study. Teachers described the nature

of the principal’s leadership in initiation and on-going support of the staff development activities of -

the school. The principal was described as the initiator of this school’s central focus on process-
based collaborative techniques (as a new school, the school’s initial focus has been under the

11
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LEADERSHIP IN SCHOOL-BASED DEVELOPMENT 11

direction and initiation of the principal). Teachers described various ways that the principal
modeled the collegial strategies of their staff development project, provided the resources to ensure
along term commitment to implementing their project, as well as the interpretive role the principal
has played in identifying how the central characteristics of their project might be linked to district
and state curricular mandates.

The principal’s espoused leadership values include support of teachers in their instructional
role, asking questions to stimulate new ideas, verifying clear thinking in staff decision making,
embedding the central values of the school, assuring extensive buy-m and ownershxp of the
school’s professional development focus, and the guiding the school in consequenual decisions

* through broad based decision-making by the staff.

In tlns school all interviewees spoke of the unwritten expectation for everyone to be
involved in planning and implementation of various aspects of staff development. Although not
explicit, everyone interviewed spoke of the felt obligation to be on at least one committee. There
appeared to be a norm of involvement in the professional activities of the school. ‘

~ This may be linked to the principal’s espoused leadership value of eliciting partnership in
the ownership of the school through participation from staff in the consequential decisions of the
school. When a difficult decisions arises; the principal enlists the staff to “worry the problem”
through a collaborative and collective decision making process. Teachers in this school appear to
be used to making decisions and have been provided the latinde and resources to develop their

* own ideas. Teachers noted that if a new idea was generated, it was up to those interested to

shoulder the work to explore and initiate the planning process.

The th1rd major category that emerged from these data is one that hnks leadersmp pracuces
and the staff development activities of the school. A theme that runs through a number of views
expressed in this school is one of “embeddedness”. Owing to a perceived avalanche of demands on
schools in today’s reform environment, the ability to combine efforts, to reduce time demands and
to link teaching, teacher development, and the overall culture of the school appears to be a central
leadership aim. In this school, the staff development goals of collaboration through the process of
“cognitive coaching” (Costa & Garmston, 1994) are combined with classroom plans for teaching
problem solving in mathematics. Funding for staff deve10pment comes from multiple sources, and
resources are leveraged in order to accomplish multiple aims. '

In addition, when considering the leadership and management of the school, the principal
has promoted and modeled the use of coaching strategies to solve substantive problems. This

12



LEADERSHIP IN SCHOOL-BASED DEVELOPMENT 12

action has formed links between the staff development direction of the school and the leadership
and management of the school.

Implications

' Schools in. Washmgton state, as in other states, are suffermg from “innovation overload.’
The data from both phases of this study indicate that teachers perceive their jobs as continually
operating on the edge of what is possible. This is most often articulated in response to educational
reform in Washington State which has shaped content, pedagogy, and assessment practices in
every public school. As a result, the NWIFTL projects have the potential for being perceived as

“just one more thing to do.” To counter this, an important role for school leaders (teachers or |
principals) is a clear understanding of the state and district directions wh1ch shape the activities of
schools, as well as a firm grasp on the agreed aims of the school.

Schools exist in an environment that links their actions to internal planning as well as what
it means to be part of an educational system (be that district or state). Data from this study reveal
‘that schools involved in this professional development activity are aware of these links and that
they have the potential to be perceived as both barriers and enhancing factors for school growth.

From these initial fmdmgs, it appears that leadersth is not only important for the progress '
of staff development (such as those funded through this initiative), but that the leadership draws
upon known characteristics of effective school administration and is inclusive in its operation.
Leadership, as vested in the apparent or unphcn leadership structure of the school, appears to be
crucial for the on-going success of the initiative projects.

No single leadership model is apparent; however, even when teachers are in primary
leadership roles the assent of the principal appears to be a necessary attribute of project success.
The model of project leadership varies from primarily principal-directed to oversight by a team of
teachers. What seems to be apparent, however, is that the principal must play a suppomve role

“even if responsibility has been delegated. :
Although a breadth of leadership activities is revealed, they generally cluster around the
four characteristics of instructional leadership outlined by Smith and Andrews (1989). For
~ principal leadership, the role of “resource provider” is particularly important. The ability of the
principal to bring other school resources to bear on a project direction, as well as acquiring outside -
sources of funding and expertise, seem crucial to the ongoing success of these projects.

One implication that develops from this study surrounds differentiated staffing models
which méy help address increased demands on schools. Whether or not this study will identify

13
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some type of differentiated staffing (for the purpose of leadership) as influenced by the NWIFTL
projects is too early to tell. Further analysis will be necessary to address the importance of this |
question. What is clear, however, is that principals increasingly find themselves in a time of role
overload owing to the mounting responsibilities being delegated to schools. There is, perhaps, an
opportunity in this study to see how one school development model is contributing to the increased
capacity of the school for leadership in this domain.

In a context of multiple demands, it appears that an important activity of leaders (principal
or teacher) is the ability to frame the development activities of the school in a way that organizes
efforts. This suggests a theme related to the “bridging” roles (Goldring, 1990) that prihcipals play
in responding to district and state expectations for change. The aligmhent of the initiative with on-
going improvement and staff development efforts was reported as a strength of many of the "
NWIFTL projects. These projects do not stand alone, but have many reported links to other aims

_ and efforts. The notion of linkage seems crucial for the successful leadership of these projects.

Regardless of who is providing the primary support, leaders re-interpret the NWIFTL project to
serve more than one purpose in the school. In the case of schools in this project, it was often seen
as a means for implementing and preparing for state reform. In other words, the initiative projects

act as a “carrier wave’’ for other efforts.

The findings from this study are important for a number of reasons. While the idea of site-
based responsibility for school reform continues to grow, it does so in a policy environment which
seems to reflect an increasing centralization of the authority for certain aims and functions of
schooling. This paradoxical leadership environment (Grace, 1995) presents a challenge to
understanding how principal and/or teacher leadership is expressed. When considering needs for
increased professional capacity (in ways these school-based professional development projects
address), it is important to further understand this paradox and how, nevertheless, leadership must
be negotiated at the building level.

References

Costa, A. L., & Garmston, R. J. (1994). Cognitive coacl
schools, Norwood, MA: Chnstopher-Gordon
Foster W. (1989). Toward a critical practice of leadership. In I Smyth (Ed.), Critical

perspectives on educational leadership (39-62). London: Falmer.

_Glaser, B. G., & Strauss, A. L. (1967). Mmgmﬂgmunmm New York: Aldme

14



LEADERSHIP IN SCHOOL-BASED DEVELOPMENT

Goldring, E. B. (1990). Elementary school principals as boundary spanners: their engagement
with parents. Journal of Educational Administration. 28(1), 53-62. :

Grace, G. (1995). School leadership: Beyond educational management, London; Falmer.

Hall, V., & Southworth, G. (1997). Headship. mmmmMananﬂ(z) 151-
170.

Ham, M. C., & Oja, S. N. (1987, February). A collaborative approach to leadership in
' supervision, Paper presented at the annual meeting of the American Association of Colleges
- for Teacher Education. (ERIC Document Reproducuon Semce No. ED 277 696)

Hipp, K. (1996, April). Teache ) fluencs 3 Paper
presented at the annual meeting of the American Educational Research Association, New
York.

Hipp, K. A., & Bredeson, P. V. (1995) Exploring connections between teacher efficacy and
principals’ leadership behaviors. lo_uma,l_Qf_S_th_Ql_L&ad_emmp_._ﬁ 136-150.

Leithwood, K., Begley, P. T., & Cousins, J. B. (1994). Developing expert leadership for future
sghQ_le.London Falmer.

Male, T, &Merchant,B (1995 October) _mmmmmr_mm;mmal__dﬂ.__mmf

adtea K. Paper presented at the annual meeting of
the Umversny Councﬂ for Educauonal Administration, Sait Lake City, Utah.

Portin, B. S. (1998). Compounding roles: A study of Washington’s pnnmpals International
Journal of Educational Research., 20(4), 335-346. -

Reltzug, U. C. (1994). A case study of empowering pnnc1pa1 behavior. ___Qan_EduganQnal
Research Journal, 31(2), 283-307.

| Serglovanm, T. J. (1998). Leadershlp as pedagogy, capltal development and school effectiveness.

(1), 37-46.

Smith, W., &Andrews,R L. (1989) Instructional
" Alexandria, VA: ASCD.
Starratt, R. J. (1993). The drama of leadership. London: Falmer.
Starratt, R. J. (1995). Leaders with vision, Thousand Oaks, CA: Corwin.
Wasley, P., Hempel, R., & Clark, R. (1997). The puzzle of whole-school change. Phi Delta
Kappan. 78(9), 690-697.

Williams, R. C., & Portin, B. (1997). Mmgummhmunﬂm__mm
Association of Washmgton School Principals, Olympia, WA.

14



270N
P e
{’,-/ﬂﬁ'f

s

::-\ﬂ

2N AN 7

U.S. Department of Education

Office of Educational Research and Improvement (OERI)

National Library of Education (NLE)

Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE

(Specific Doéument)

I. DOCUMENT IDENTIFICATION:

EA4 037 588

ERIC|

Title:

«

Enlarging the Circle: Leadership in School-based Professional Development

Author(s): Bradley S. Portin

Corporate Source:

Publication Date:
Oct. 31, 1998

ll. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly. abstract joumal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.

If permission is grénted to reproduce and disseminate the identified document,

of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

The sample sticker shown below will be
affixed to all Level 2A documents

please CHECK ONE of the following three options and sign at the bottom

. The sample sticker shown below will be
affixed to all Level 2B documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

\“
«°
%’b

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY.
HAS BEEN GRANTED BY

O

sﬁ‘(\

TO THE EDUCATIONAL RESOQURCES
INFORMATION CENTER (ERIC)

2A

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

\6
%’Z’&Q

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

2B

Level 1

1

X

Check here for Level 1 release, permitting reproduction
and dissemination in microfiche or other ERIC archival
media (e.9., electronic) and paper copy.

-‘Level 2A

1

Check here for Level 2A release, pemnitting reproduction
and dissemination in microfiche and in electronic media
for ERIC arm_lval collection subscribers only

Level 2B

!

Check here for Level 2B releass, permitting
reproduction and dissemination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.
If permission to reproduce Is granted, but no box Is checked. documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquires.

i n Signature: a Printed Name/Positior/Title:
1815-99 4447‘{/{— : Bradley S. Portin/Asst. Prof./Dr.
"~ [organzation/Aadress: ; FAX
Plfase I?I?li{rersity of Washington, College of Educ. 1?5%38543—1836 (906)616-6762
Elk‘lc Box 353600, Seattle, WA 98195-3600 £ i s b1 5 12/ 98

Aruitoxt provided by Eic:

u.washington.edu (over)



lll. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

if permission to reproduce is not granted to ERIG, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more

stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

1 Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someoneé other than the addressee, please provide the appropriate name and
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

ERIC Clearinghouse on Educational Management
1787 Agate Street

5207 University of Oregon
Eugene, OR 97403-5207

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:
ERIC Processing and Reference Facility
1100 West Street, 2™ Floor
Laurel, Maryland 20707-3598

Telephone: 301-497-4080
Toll Free: 800-799-3742
FAX: 301-953-0263
" e-mail: ericfac@inet.ed.gov
WWW: http:/lericfac.piccard.csc.com

Q
ERICr-08s (Rev. 9197)

IText Provided by ERIC

“EVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.



